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Literature regarding the early developmental processes of (1) writing,_

(2) spelling, and (3) phonemic awareness for children between the ages of five
and seven were reviewed. The literature stated that all three of these
processes develop simultaneously through a series of very specific stages.
Writing in kindergarten and first grade needs to be practiced daily and
treated like a free activity without restriction of copious spelling rules. It was
further regarded that spelling should be considered a life long evolving skill
that should not stifle the early writer. A program to guide teachers as they
help first grade children to become young writers was created. This program
incorporated the current Washington state mandated Essential Learnings
from the Commission on Student Learning. Real classroom experiences were
discussed and children's writing samples illustrated certain developmental
stages.

Ill

Table of Contents
Page
Chapter
1. BACKGROUND OF THE PROJECT
Introduction ..................................................................................... 1
Problem........................................................................ ... . . . . 1
Purpose of the Project......................................................... 2
Limitations of the Project..................................................... 3
Definition of Terms............................................................... 3
I

't

2. REVIEW OF THE LITERATURE
Introduction.............................................................. 7
The Writing Process ........................................................... 7
Developmental Writing Stages............................ 9
Writing Assessment.......................................... 10
Phonemic Awareness................................................. 14
Spelling Development..................................................... 17
Teaching Spelling in Context of Writing................ 19
Developmental Spelling Stages ................................. 21
Inventive Spelling..................................................... 26
Spelling as an Editing Skill ................................. 27
Spelling and Dictionaries .................................... 29

Summary of Literature ................................................ 30
3.

PROCEDURES OF THE PROJECT .................................. 31

4.

THE PROJECT..............................................................
Introduction..........................................................................
A First Grade Writing Program Handbook........................
Appendices ..............................................

32

2
2
31

5. SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Summary ............................................................................... 35
Conclusions ........................................................................... 35
Recommendations................................................................. 36
References ............................................................................. 37

lV

CHAPTER 1
Background of the Project

Introduction
The Commission on Student Learning for Washington State convened
in February, 1995 to adopt higher standards of academic excellence for the
.I

basics: reading, writing, mathematics, science, and social studies. Writing
%

was recognized as one of the four basic topics that need to be taught with
more detailed purpose and thought. Hence, benchmarks, or necessary
knowledge and essential skills that students should be expected to achieve,
were set up for each of three steps outlined in the writing process. These
steps include prewriting, writing, and rewriting. See Appendix A
This project is a program designed to teach writing purposefully and

sequentially in the first grade. It also applies the Essential Learning writing
benchmarks from the Washington Commission on Student Learning.

Problem
Hicks (1994) stated that many teachers with long service records have
been complaining that students' writing skills have deteriorated noticeably
during the last 25 years. The author's experience has been that there are so
many other obligations put into a teacher's day that there really is not
enough time to teach the writing process. Hillerich (1985) found that this
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was the problem when he asked groups of teachers why public schools do not
do a better job of teaching writing. Subjects are usually added rather than
taken away. With the state's new Essential Academic Learning
Requirements there will be even more teacher accountability and more
tracking of concepts taught.
The state mandated benchmark testing to be done at the fourth,
seventh, and tenth grades, calls for more writing than in previously used
standardized tests (Commission on Student Learning, 1997). For example,
no longer are the numerical answers to mathematical problems sufficient;
they have to be explained with written language. A single student could be
very talented in mathematical reasoning but receive a marginal grade
because he/she couldn't explain his/her answers in writing. Perhaps if
teachers were given some grade-specific, sequential steps to follow while
teaching writing and spelling, they might better prepare their students for
the authentic assessment of the near future.
Purpose of the Project

The purpose of this project was to provide first grade teachers a
handbook of a sequential program to follow while they teach writing and
spelling as integrated subjects to young children. Phonemic awareness was
addressed as an essential building block for each of these processes.
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Limitations of the Project
This project is limited to a population of first grade children. These

children are usually between ages six and seven. It does not take into
consideration the English as a second language student nor the special needs
student. This project is based on the assumption that children come into first
grade knowing most of their letter names but not sounds. It is designed for
the child who is transitioning out of oral based language into use of the
printed word. The activities and techniques have only been used with first
graders and have been modified and altered over a period of six years.
Finally, the review of literature is not exhaustive.
Definition of Terms

Inventive spelling - This is spelling that differs from standard spelling;
it is an approximation by a beginning writer to spell a word. The words are
most likely to be prephonetic or phonetic and are a necessary step toward
standard spelling (Gentry, 1978).
Journal writing - Journal writing is the act of writing anything in a
book of pages called a journal (Brown, Philips & Stephens, 1993). In the case
of a first grade journal, pictures may sometimes go with the usually short and
repetitive entries. Later on in the year, stories are written in the journal and
then it can be referred to as story writing. Journals were defined by Cox
(1996) as being an ongoing record of students' fluency and flexibility in
writing.
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Alphabetic principle - The connection or relationship between letters
and sounds (Eldredge, 1996).
Coached spelling - This term was defined by the author and occurs
when the teacher responds back to a child's question of how to spell a word;
using alphabetic principle by saying instead the sound of the letters rather
than their names. The student will then say the names of the letters and
write them down. This process will happen during what Finn (1993)
describes as "conferencing".
Story starters - Story starters are simple patterns of"I (verb)

.

They are meant to stimulate the emergent writer (Fisher & Terry, 1990;
McCracken, 1972, p 120).
Mini-dictionary #1 -A sheet containing the alphabet with matching
pictures whose beginning sound is that letter. It is meant to be the first of
three reference tools given to first graders throughout the year. See
AppendixE.
Mini-dictionary #2 - A set of reference sheets containing the same
pictures and letters as Mini-dictionary #1. However, this one contains words
taken from Hillerich's word list of most common writing vocabulary for
beginning writers (Hillerich, 1978). See Appendix F.
First Grade Dictionaries - A First Grade Dictionary is a compiled list of
the most common writing vocabulary for beginning writers according to
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Hillerich (1978). The words are arranged alphabetically with added space for
personalized words.
Regular words - Words that can be read phonetically by sounding them
out (Foorman et al., 1991).
Exception words - Words which cannot be read phonetically (Foorman,
Francis & Novy, 1991).
Essential Learnings - Specific academic skills and knowledge that
students in Washington public schools will be required to meet (Commission
on Student Learning, 1997).
Benchmarks - Behaviors that are set up in levels of difficulty that
describe the necessary knowledge and essential skills students will be
expected to achieve for each essential learning (Commission on Student
Learning, 1997). Descriptions of relative placement on a continuum between
emerging and fully literate reading and writing behavior (Heller, 1995).
Word Goal - An amount of words, which a student should try to write
during writing time.
High Utility Word -This term may be used congruently with the terms
'Sight Word', or 'Basic Writing Vocabulary'. For this project these words are
the most common words used in a first grader's written language (Hillerich,
1978).
Orthography - The spelling patterns of written language (Tompkins,
1997).
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Phoneme - The smallest sound segments that differentiate one word
from another (Fox, 1996).
Phonemic Awareness - The realization of sound segments in words. A
realization that speech can be segmented into phonemes (Griffith & Olson,
1992).
Phonics Knowledge -An individual's knowledge of letter-sound
relationships as they are influenced by syllable patterns (Eldredge, 1995).
Consonant Blend - Clusters of consonant letters representing blended
consonant phonemes (Eldredge, 1995).
Consonant Digraphs - When two or more consonant letters combine to
make one consonant sound (Eldredge, 1995).
Syllable - Units of pronunciation that include a vowel sound (Fox,
1996).
Onset - Consonants that come at the beginning of syllables. Onsets
can consist of one, two, or three consonants (Fox, 1996).
Rime - A rime represents the sound heard at the end of syllables and
are made up of the vowel and any subsequent consonants (Fox, 1996).
Variants - Root words with inflectional endings (Eldredge, 1995).

CHAPTER2
Review of the Literature

The purpose of this project was to provide first grade teachers a
handbook of a sequential program to follow while teaching writing and
spelling as integrated subjects to young children. Phonemic awareness was
learned to be a foundation for both of these topics. The following review of
selected literature, the writing process, spelling development, and phonemic
awareness were chosen because of their relationship in the writing process
itself. According to Tompkins (1997) learning to spell is part of "breaking the
code". As children learn about sound-symbol correspondences, they apply
what they are learning through both reading and writing. Students need to
learn to spell words conventionally so that they can communicate effectively
through writing. Ehri and Wilce (1987a) explained that spelling ability
fosters word reading by enabling a letter-sound-associated storage of words in
memory. The final factor in the making of good spellers is lots of writing.

The Writing Process
It appeared in the research literature that writing should be taught as
a process (Cox, 1996; Distefano, Dole & Marzano, 1984). Temple and Gillet
(1989) described the writing process in the following way:
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I.
II.
III.
IV.

Prewriting or rehearsal
Drafting
Editing
Sharing

The process doesn't necessarily go in one order all the time. Teachers
shouldn't think of the process as a rigid linear path to always follow. Writers
don't always do things in the same order. For instance, they may change the
topic of a piece in the middle of writing it, rather than definitely deciding it at
the beginning. They may think of an ending first and then add a beginning
and middle. Or they may change ideas as they revise, in no particular order
Cox (1996).
When children come to school they are ready to write. Because they
come with a huge oral base of language and teachers cannot ignore it, and do
not wish to replace it they must build upon it. Upon entering school children
know about 8,000 words. They have learned these in about four and one half
years or 1,650 days. Kindergarten and first grade teachers who support and
recognize childrens' approximations, and who focus on what students can do
rather than what they can't, become fluent, confident writers in a very short
period. Many of the sound-letter relationships of the alphabet readily support
initial steps of writing. Children in first grade have already had experiences
that demand to be put writing. Also, by the time they have entered school
they have already begun to refine numerous hypotheses about written
language. Hence, children can been seen to illicit different writing behaviors
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which fall somewhere along the writing achievement continuum (Distefano,
Dole, & Marzano, 1984; Read, 1980; Tchudi, 1994).
Developmental Writing Stages

Like spelling, writing skills arrive in stages. In the early stages of
writing children have a tendency to be cautious with words and sentences.
They are concerned with spelling and other mechanical aspects of writing
(Distefano, Dole, & Marzano, 1984).
Cox (1996) described the following stages in emergent writing:
(1) Scribbling (around 1 year old): Children symbolize their experience
by making random marks using a writing tool on whatever is at
hand. Just as a youngster at this age learned to speak by hearing
words spoken and interacting with others, they are learning to
write by watching others and having materials available.
(2) Drawing (2-3 years): Children at this age take pleasure in making
symbols that signify their experience. They are able to tell what
their drawings mean and can connect their pictures to a story they
have heard. Children at this stage are able to understand some
things about the writing process. For example, they understand
that certain marks on a page can stand for something, like their
name.
(3) Nonphonetic Letterstrings, Inventive Spelling, and Conventional
Orthography (4-8 years): Early in this stage, around age four,
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children will combine representational drawings and abstract
swirls to tell a story. At age five children at this stage will use
nonphonetic letterstrings and number shapes and give meaning to
their drawn and written symbols by talking about them. By age
six, they can write recognizable words and construct a story
sequence. By age seven and eight, they can write more elaborate
stories and communicate their experiences to others using both
invented spelling and conventional orthography.
Clearly, it is not unreasonable to have children working at all these
writing stages in one classroom. Because it is most likely that achievement
levels will be varied there needs to be reasonable assessment techniques in
place which recognize each level of achievement. The following section
describes some current methods. The methods were picked on the basis that
they allow for accountability but also honor student achievement levels.
Writing Assessment

Writing assessment is currently being addressed more by using rubrics
in authentic assessment. These more holistic testing and scoring procedures
are an improvement over multiple-choice grammar test and may help schools,
districts, and states come to a consensus on what is good writing (Cox, 1996).
Analytical scoring, another method of writing evaluation, involves
many elements of a piece of writing such as (1) content, (2) organization, (3)
sentence structure, (4) word choice, (5) spelling and, (6) punctuation. The
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number of elements will vary depending upon the purpose of the writing and
the level of students. Each element is rated on a scale, usually one to five.
Assessment should occur when students share and conference about their
writing. Whenever teachers evaluate students' writing, the emphasis should
always be on valuing their written work (Fisher & Terry, 1990).
Heller (1995) outlined some useful guidelines when developing a
writing portfolio system of evaluation.
1.) Remember that everything a child reads or writes does not have to
be assessed.
2.) Link assessment with short- and long-term curricular goals.
3.) Use a variety of measures, including observation/reaction, analysis,
and grades.
4.) Utilize both qualitative and quantitative information.
5.) Assess both process and product.
6.) Assess both form and content of written disclosure.
7.) Allow the children to have some say in what is to be assessed.
8.) Take further advantage of the social aspects of the classroom by
using self-assessments as well as peer responses.
9.) Design a system that motivates reading, writing, and responding to
connected text.
10.)

Keep paperwork simple, usable and flexible.

11.)

Make records accessible to children.

12

12.)

Involve parents in the assessment of their child's progress,

especially as it relates to home involvement in the literacy process.
Checklists are an example of managing informal classroom data
collection. To be useful both during and after the assessment process,
checklists must be manageable. Three important points to remember when
designing a useful checklist for observing reading and writing behaviors are:
1.) Keep the checklist as short and as simple as possible.

2.) Align short- and long-term curricular goals and objectives to the
checklist.
3.) Include quantitative as well as qualitative information. The
qualitative aspect of a checklist becomes crucial over time as the
teacher begins to analyze the students' progress in a nine-week,
semester, or year-long period. Numbers may become useless
information without commentary to support the quality of the
students' performance on a task (Heller, 1995).
Checklists can also take the form of a preprinted list or wheel of
common behaviors seen as children's writing develops. As the child
incorporates these strategies into his/her writing, the relevant box is marked.
In practice checklists are usually marked or colored in twice a term. See
Table 2 for an example of such a writing assessment tool.
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Table 2
Wheel of Common Behaviors Seen As Children's Writing Develops

(Browne, 1996).

14

The following section addresses an important building block to writing
achievement. Phonemic awareness will be shown to have a direct effect on
the writing process as well as with the spelling and reading processes.

Phonemic Awareness
Developing phonemic awareness enables children to use sound-symbol
correspondences to read and spell words. Phonemic awareness is not
sounding out words for reading or using spelling patterns to write words.
Rather, it is the foundation for phonics. Understanding that words are
composed of a smaller unit, phoneme, is a significant achievement for young
children because phonemes are abstract language units (Tompkins, 1997).
Students in letter-sound instruction classes develop knowledge or
orthographic strategies, whereas students in less letter-sound classes will
still be developing alphabetic strategies. Knowledge of a word's spelling is
relevant to the way in which a word is read, and knowing how to read a word
is relevant to segmenting its phonemes (Foorman, Novy, Francis &
Liberman, 1991).
Griffith and Olson (1992) suggested that there may be different levels
of phonemic awareness. Beginning phonemic awareness tasks would be
rhyming words together or recognizing rhymes. Intermediate level tasks
would be blending phonemes and syllable splitting. (e.g., segmenting the
beginning sound of back, !bl, from the remainder, -ack). Finally, the most
difficult phonemic awareness tasks are those that involve completely

15

segmenting the phonemes in spoken words and manipulating phonemes to
form different words.
Phonemic awareness can be nurtured in spontaneous ways by
providing children with language-rich environments and emphasizing
wordplay as teachers read books aloud to children and engage them in
singing songs, chanting poems, and telling riddles. Tompkins said, "As
children become phonetically aware, they recognize that speech can be
segmented into smaller units, and this knowledge is very useful when
children learn about sound-symbol correspondences and spelling patterns"
(Tompkins, p 97, 1997).
There is a relationship between phonemic awareness and the
development of writing, spelling and reading abilities. In order to produce
inventive spellings, a child must possess some degree of linguistic awareness,
specifically a beginning awareness that a word is made up of sequence sound
segments. Not only are learners with sound awareness better readers, but
they are better spellers, too. Hence, phonological awareness at the sound
level is linked to both reading and spelling (Tangel & Blachman, 1992; Fox,
1996). Foorman, Novy, Francis, and Liberman (1991) found in their study
that letter-sound instruction mediated progress in first grade spelling and
that the classrooms with more letter-sound instruction improved at a faster
rate in correct spellings. Phonemic awareness skill enables children to use
letter-sound correspondences to read and spell words. It is not necessarily

16

the issue whether or not a child is taught to read and write using whole
language or phonics method. It is whether or not they have had phonemic
awareness (Griffith and Olson, 1992).
In their study on the effect of phonemic awareness instruction on
kindergarten children's invented spelling, Tangel and Blachman (1992) found
that the treatment group children significantly outperformed the control
group children in phoneme segmentation, letter name, sound knowledge as
well as reading phonetically regular words and nonwords. The treatment
children participated in eleven weeks of phoneme awareness training
developed by one of the authors. The primary point of their study was the
fact that the treatment children produced invented spellings that were rated
developmentally superior to those of the control children (Tangel &
Blachman, 1992). These authors believed that the creation of invented
spellings by young children are indicators that children have started to
develop an awareness of the internal structure of words specifically, an
awareness of the phonetic segments (sounds) represented by an alphabet.
Two of the ten skills that Hillerich (1988) said that children need for
an essential foundation of reading is the understanding of what is meant by
"the beginning" of a word. Also, understanding of the association of
consonant letters with the sound those letters usually represent at the
beginning of a word. Most first-grade teachers know that once children know
that t in reading represents the sound they hear at the beginning of tent or
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turtle, they should also be led to realize that the sound they hear at the
beginning of any word beginning like tent will likely be spelled t.
Furthermore, Ehri (1987b) surveyed children's knowledge of alphabet
letters and found that the novice readers had mastered letter names but the
prereaders had not. This was further support for her claim that a
prerequisite for being able to process graphic cues effectively one must know
the names or sounds of the alphabet letters. Her findings indicated that
phonetic instruction should be provided early because of the contribution that
it can make to reading acquisition.
The literature outlined several patterns; phonemic awareness seems to
be linked to writing, spelling, and reading development and there may be
different levels of phonemic awareness. Ways to enhance phonemic
awareness in young children were also described. It can be concluded from
the literature that the teaching of phonemic awareness is a necessary
building block for the development of writing, spelling and reading. The
literature outlined a pattern where these four processes were connected. The
next section will address spelling development specifically and its relation to
writing.
Spelling Development

According to Hillerich (1985), the research on spelling instruction is in
more agreement than are other curriculum areas. Not only that, but spelling
research has existed for the better part of this century and has been virtually
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ignored by most commercial spelling programs. The reason that publishers
haven't followed the research is that then they would have no excuse for
publishing a workbook merely for spelling.
No research indicated strongly that weekly spelling pre-tests and posttests is the true and tried method to have an understanding of spelling in
English. The practice of using spelling textbooks to give weekly spelling tests
was even considered an ineffective practice (Hillerich, 1985; Gentry, 1987;
Tompkins, 1997). Many people, as well as spelling program companies, view
spelling as a simple act of memorization. But anyone who observes children's
writing would certainly notice that the words that students spelled correctly
on Friday's test often appear incorrectly in their own writing. There is more
going on here than simple memorization (Tchudi, 1994).
The child who spells correctly has a knowledge of the English
orthographic system and his/her ability to spell correctly does not stem from
rote memorization of long lists of spelling words. Good spellers also do not
have to do hundreds of spelling workbook exercises or dittos. There should be
a thoughtful and intentional order to follow while teaching spelling strategies
yet it is not good to memorize all the spelling rules. Good spellers master a
few rules that work which may be grade specific (Tchudi, 1994; Gentry, 1978;
Fox, 1996). Tchudi (1994) believed in tracking student's spelling errors in
order to look for patterns in their mistakes, thereby teaching them the rule
that they need to know.
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The following longstanding practices are considered to hurt poor
spellers: (1) red-lined draft, (2) when help is not given in context, (3) when
focus is not given to content and, (4) when there is little chance to write and
skills receive too much focus when content can not find its way from draft to
draft (Graves, 1983).
There is no simple way to list all that children need to know about
spelling in a clean, sequential order, since these principles are built on
childrens' foundation of phonemic awareness. But, the most important are
the alphabetic principle, letters of the alphabet, consonants, vowels, rimes
and rhymes, blending, phonics generalizations, and syllabication. Children
with the best spelling achievement show some patterns in their learning.
They rely on accurate within-word letter pattern knowledge, especially
during a writing activity (Weiner, 1994; Tompkins, 1997).
This section outlined some of the ineffective practices and traditions

still used in the teaching of spelling. Though some authors offered solutions
to these traditions they are shown to be ineffective compared to the following
method of teaching spelling in the context of writing.
Teaching Spelling in Context of Writing

There was a trend in the research literature, which recommended
spelling to be taught in the context of writing rather than as a separate
subject. Teachers need to take steps to ensure that directly instructed
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spelling strategies transfer to daily to both reading and writing (Tchudi,
1994; Read, 1980; Weiner, 1994).
Tompkins (1997) said that teachers should provide opportunities for
students to write every day as prerequisite to any spelling program.
Students who write daily and invent spellings for unfamiliar words move
naturally toward conventional spelling. When they write, children predict
spellings using their developing knowledge of sound-symbol correspondences
and spelling patterns.
Children in kindergarten and first grade should be encouraged to write
in a variety of activities and settings with the understanding that their
spellings will be accepted or that standard spelling will be emphasized only
in specific lessons or formal contexts. Frequent usage of spelling words in
writing contributes greatly to the maintenance of spelling ability, and the
most important thing about spelling is that it is something writers use. Until
writers use it, spelling has no value. Teachers should encourage their
students to write while providing spelling for them. (Read, 1986; Finn, 1993;
Hillerich, 1988).
Thus, it can be observed that researchers concur that, (1) there is an
important connection between spelling and writing instruction, and (2)
spelling should not be taught in isolation. The following section outlines
literature on the importance of recognizing spelling stages found in children.
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Developmental Spelling Stages

Spelling is thought by many to be learned in stages just like learning
to walk and talk. Teachers need to be aware that students will vacillate
between stages as they move forward. (Ehri, 1989; Houtman, 1993; Weiner,
1994; Fox, 1996).
Gentry (1982) outlined some very specific spelling stages seen in young
children's writing. He believed that children pass through all the described
stages and it is important for teachers to recognize and ease each transition
These may be described as:
1.) The Precommunicative stage occurs when children demonstrate

some knowledge of the alphabet through production of letter forms but
demonstrates no knowledge of letter-sound correspondences. This kind
of speller may not know the principle of left-to-right directionality and
may also use the number symbols to substantial production of letters
of the alphabet. Both upper case and lower case letters are used but
there is a preference for upper case.
2.) In the Semiphonetic stage, a child begins to conceptualize that
letters have sounds which are used to represent words. When a child
in this stage writes, they use letters to partially map the phonetic
representation of the word being spelled. A letter name strategy is
very much in evidence in this stage (e.g., R=are; U=you;
LEFT=elephant) instead of representing the vowel and consonant
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sounds separately. Left-to-right sequential arrangement of letters in
the English orthography begin to take place.
3.) The Phonetic stage happens when the child for the first time is able
to provide a total mapping of letter-sound correspondences. Letters
are assigned strictly on the basis of sound, without regard to
acceptable English letter sequence or other conventions. Word
segmentation and spatial orientation are evident in this stage. Also in
this stage, children are developing particular spellings for certain
patterns involving both vowels and consonants (e.g., -ed endings).
4.) In the Transitional stage, children begin to assimilate the
conventional alternatives for representing sounds. The speller
undergoes a transition from great reliance on phonology or sound for
representing words in the printed form to much greater reliance on
visual and morphological representations. Transitional spellers
adhere to basic conventions of English orthography: (a) vowels appear
in every syllable; (b) nasals are represented before consonants; (c) both
vowels and consonants are employed instead of letter name strategy;
(d) there is liberal use of vowel digraphs like ai, ea, ay, ee and ow, and;
(e) the silent e pattern becomes fixed as an alternative for spelling long
vowel sounds. Transitional spellers also may use all the appropriate
letters but reverse them as they write. Children in this stage also are
able to differentiate alternative spellings for the same sound.
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5.) The Correct stage, though easily identified, may simply exist at the
dnferent levels. After mastering a certain group of words designated
for their grade level, a student may be assumed to be at this stage. It
may be that the major cognitive changes necessary for spelling
competency are accomplished by the end of the transitional stage and
that further growth is an extension of existing strategies. Beyond the
transitional stage, frequent writing experiences with some formal
instruction enable children to attain spelling competency over a period
of time (usually 5 or 6 years)
According to Calkins (1986), children begin by writing with initial
consonants only, but soon they are using initial and final consonants, with a
sprinkling of other sounds thrown in. Before long, young writers use a letter
to represent each sound in a word. Their choice of letters is not always
correct, but research has shown that it is usually logical.
Gentry (1982) briefly illustrated his five frequently used stages in the
following way as children spelled the word dragon in Table 1 on the next
page.

24

Table 1
Spelling Stages Found in Young Children

Spelled word

mprmrhm
J

Spelling Stage

Devient Kindergartner
Prephonetic Kindergartner

gagin

Phonetic First Grader

dragun

Transitional Second Grader

dragon

Correct Second Grader

Graves (1983) classified different traits of spellers in the following
ways:
1.) The Perfectionist: This kind of student will not write unless he/she

knows the exact spelling. He/she is used to criticism for poor
spelling. They are afraid to use inventive spelling and will sit and
wait for someone to help them one on one.
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2.) The '1 Kiww What it Means" type: This student will misspell lots of
common words in his/her final draft. This kind of student writes
only for themselves, hardly caring about who will read their piece.
This child is often highly intelligent, or is a child for whom writing
makes no sense at all.
3.) The "Safe Word" type: This student is very much like the
perfectionist. They want to use big and exciting words but shy
away from them once they realize they can not spell them correctly.
They struggle quietly with the right spelling of a key word, and
just as quietly abandon the struggle and choose a new topic whose
important words they can spell.
4.) The "Self-Diag,wsed Poor Speller": Poor spellers may be mildly
aware of a problem but some simply say, "I can't spell, never could,
and never will." The self-diagnosed poor speller has a greater
problem than most. Like stutterers, poor spellers can adopt a
whole new behavior pattern at the point of saying such things.
Such a diagnosis can lead to more misspellings. This is especially
true if the poor speller merely receives his work with red-circled
misspellings and gets no help.
It can be concluded that spelling achievement arrives in stages. Also,

children may fall into a type of speller category. It was shown that teachers
need to recognize their students' level of achievement and ease them along
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the continuum of spelling ability. The following section explains :in greater
detail the stage of inventive spelling.

Inventive Spelling
General guidelines for teaching spelling include encouraging a great
deal of writing, reacting appropriately to inventive spelling, reinforcing and
rewarding correct or logical aspects of inventive spellings, and :inducing
children to try to spell words themselves. Inventive spelling is a stage :in
spelling development where children build their spelling schema. When a
child first learns to spell, he is :inventing. He is searching for a theory to help
him understand the relationship between the alphabet and written language.
His initial spellings will be different from adult standard spellings. (Temple

& Gillet, 1989; Gentry, 1978).
Young children should be encouraged to :invent their own spellings as a
way of testing and modifying hypotheses about spelling. Invented spelling is
very natural and should be encouraged so students will write and not fear
writing because they are not using standard orthography. Children's phonetic
spelling is the ingenious and systematic :invention of an orthographic system
that completely represents the entire sound structure of the word be:ing
spelled. Though some of the :inventive speller's letter choices do not conform
to conventional English spelling for some sounds, the choices are systematic
and perceptually correct. Stress too early on correctness will only discourage
writing or encourage use of a limited number of words whose spellings are
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known. (Gentry, 1982, 1978; Hillerich, 1985; Distefano, Dole, &
Marzano, 1984).
But how does the child make the transition to standard spelling?
During the transition to correct spelling, children should be given increased
opportunity to compare his/her spellings with standard English.
Accountability for children who use inventive spelling comes when they are
asked to read what they have written. Inventive spellers are especially well
prepared for the use of phonetic knowledge that beg.inning word reading
requires (Gentry, 1982; Richgels, 1995).
In his study on kindergartners, (Richgels, 1995), found that inventive
spellers performed significantly better than traditional spellers on several
measures of word reading administered later on in the second semester of
first grade. His study also concluded that good inventive spellers were better
word learners.
Where does correct spelling fall in the learning continuum of writing?
The research has shown that it certainly does not come first as it would stifle
the early writer. Spelling may become an editing skill and is treated as one
in the Washington State mandated standards for writing.

Spelling as an Editing Skill
In the Washington State Essential Academic Learnings Technical
Manual (1997), spelling is treated as a grammatical convention, found at
each benchmark under the component of Applying Writing Conventions. The
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Writing Convention Component is one of five components under the Writing
Essential Learning #1, ''The student writes clearly and effectively". See
Appendix B. Young children and other students are not to be held
accountable for their spelling until final draft.
Checking the spellings of words should be one of the last tasks in
writing a paper, not one of the first. Otherwise, as is often the case, the child
may become preoccupied with spelling in his initial draft when he should be
focusing on expressing his ideas. Concern for spelling can compete with
concern for content. When a child continually interrupts themselves during
writing to worry about or search for a correct spelling, they often lose track of
what they wanted to say in the first place. These interruptions produce a
staccato sort of writing, and they prevent writers from finding their own pace
and rhythm. It is much better to focus on content and language during a first
draft. As they write, revise, edit, and share their writing with genuine
audiences, students understand the need to spell conventionally so that their
audience can read their compositions. (Hicks, 1993; Tompkins, 1997;
Calkins, 1986; Finn, 1993).
Identifying words whose spellings are not known is an important skill
to establish early. Few writers know how to spell every word they use.
Therefore, in order not to interrupt a train of thought, circle or underline the
word and continue with writing with the plan in mind to check spelling when
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writing is completed. Proofreading for spelling errors is essential in
developing spelling consciousness (Hillerich, 1985; Finn, 1993).

Spelling and Dictionaries
Children should not avoid using new words because they do not know
how to spell them. They should be aware that such words should be looked
up or checked out with a good speller during the editing process. For most
beginning writers who are given dictionaries before the editing process the
message is, "I don't believe you can do this on your own." Consequently,
children spend too much of their writing time waiting for someone to give
them the correct spelling of a word. Timing is the issue here, rather than
whether or not to use dictionaries. Therefore, save dictionaries for the
editing process, when such a tool can be a real help, rather than discouraging
students in the earlier stages of writing, when they can be a hindrance
(Tchudi, 1994; Finn, 1993).

In like manner, Popp (1996) said that with many opportunities to
examine words in print and with experience in writing their own ideas,
children become aware of spelling conventions. If a word doesn't look right,
they can leave spaces for missing letters or circle it. When they are finished
writing, they can look up the words in a dictionary or ask someone for
assistance. The spelling of words they use frequently can be recorded in
personal dictionaries for future use.

CHAPTER3

Procedures

Once the topic was decided upon, the author proceeded to review
selected literature of phonemic awareness, spelling development, and the
writing process. Also, several samples of first grade childrens' writing
throughout the 1996-1997 school year were collected and inserted in the
handbook to illustrate certain points of development. A procedures guide was
constructed based upon the results of the reviewed research literature.
The lessons in the procedures guide were organized by the month.
Each concept to be taught or developed was outlined in the guide. These
included: nursery rhymes, consonant and vowel phonemic awareness, sight
word awareness, prewriting stories, word goals, convention awareness,
journal writing, mini-dictionaries, first grade dictionary, word family
patterns, consonant blends, syllables, story writing and lastly, morphemic
analysis. The lessons also were matched to certain benchmarks found in the
Washington State Essential Learning Requirements manual.
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Handbook to Facilitate a Writing Program in First Grade
Introduction
The handbook contains information for you to use while implementing
a writing program in your first grade classroom. This handbook addresses
spelling in a nontraditional manner and in the context of writing. This
handbook is structured around the months of the school year. The steps
described have been used and revised by the author of this project in a first
grade classroom over a period of six years.

A First Grade Writing Program
Year Overview
This first grade writing program can be viewed as a month to month
progression of skills, which build upon each other. Each month has a
progressive goal for amount of words which are to written in one sitting.
Grammar, conventions, and orthography are emphasized in meaningful
writing activities all year long as shown in Table 2. Certain spelling patterns
are emphasized daily in short spelling lessons. The key months where
important routines are established are September, October, February, and
April. The topics in the chart will each be addressed in the text following.

Each topic is italicized for visual reference.
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Table 2
Yearly Overview of Writing Activities For a First Grade Classroom
Sept.

Oct.

Nov.

Dec.

Jan.

Feb.

Mar.

Apr.

May

June

Nursery rhymes
Consonant
(Vowel phoneme
phoneme
awareness)
(C. blends, digraphs & syllabl"'9Sl+)---.......
awareness - - - - - - - - - - - - - - - - - - - - - - - - - - - 1 1 1 , .
Sightword---------------------------111,.

Awareness
Prewriting stories
Word Goals:
5
10
12

15

20

25

30

35

40

45

Convention awareness - - - - - - - - - - - - - - - - - - - - - - - 1 1 1 , .
Journal writing
Using first draft
Use mini-dictionary #1

Story writing
Using second draft
----.Ill,.

Word Family Patterns
(rimes and onsets)

Use mini-_ __.., Editing with
dictionary #2
first grade dictionaries
Morphemic Awareness
Author's chair _ _ _ _ __.

September

Nursery Rhymes
September is the time when most of your writing routines are
established. Start your language arts time with a short nursery rhyme sing
aloud session using charts or books. Look for rimes and onsets (initial
consonants and blends) in the rhymes. This will help your children practice
their oral vocabulary while learning phonemes (Tompkins, 1997). When
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teachers teach letter names by singing they promote conscious awareness of
the elementary units of speech (Griffith & Olson, 1992).
According to Calkins (1986), writing is deeply embedded in oral
language. Speech, like drawing, provides scaffolding within which the text
can be constructed. As childrens' writing becomes more fluent, the gap
between their speech and their writing decreases, and they are more apt to
write without verbal accompaniment. See appendix H for a nursery rhyme
chart emphasizing the phonemes. Always point out the phonemes nursery
rhyme charts as you sing and read them aloud with your children. The
author used the phoneme order of introduction found in the basal reader,
Books! Books! Books!, published by MacMillian. (See Appendix K). Two days

were usually spent on each phoneme.
Phonemic Awareness Lessons
After the nursery rhyme lesson, follow up with a short consonant

phoneme awareness lesson; lasting about 15 to 20 minutes. This skill falls
under the Washington State Essential Learning 1.3. Some ideas to develop
this skill are as follows:
1.) Have the children listen to dictated words containing the letter of
the day and write down where they hear the sound; either at the
beginning of the word or the end. The children can indicate their
choice by writing the letter in one of two blanks written on a piece
of paper. The first blank represents the beginning sound and the
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consonant sounds. You may use any word list as long as the words
used cover consonant sounds, short and long vowel sounds,
common spelling patterns, blends, and suffixes.
2.) Use the "Duggins Method''(Duggi.ns, 1968) to develop awareness of
where consonants appear in a word. Use this method later with
vowel sounds. The described steps can be done as each letter
sound is taught. The method is as follows:
(a.) Practice pointing to and saying the words on the
chalkboard, "beginning", "middle" and "end", arranged from
left to right, by using your whole arm outstretched. You
and your children need to use the arm with which you
write. Continue this practice until your children point left
when you say, "beginning", right when you say, "end", and
center when you say, "middle".

(b.) From there have your children write the words in the word

lists by using a combination of scribble writing and the
consonants. Ask them to show you where the consonant is
before they write it. Provide short strips of lined paper to
make "scribble lists". Their scribble writing during a lesson
on /b/ should look like:
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boat= b ~
tub=
iv\,w'\, b
blubber= b WV1h, b r<il\
banjo= b ~
dub= ,\.,(/1...J"' b
(c.) Ask them about each word by saying, "Which word in your
list says, "boat''? As the children become proficient in
finding the consonant sounds in words, you can include
words of several syllables in these sessions (Duggins, 1968).
3.) Read rhyming texts to your children every day (Griffith & Olson,
1992).
4.) Phonemic awareness can be nurtured in spontaneous ways by
providing children with language-rich environments and
emphasizing wordplay as you engage your students in singing
songs, chanting poems and telling riddles (Tompkins, 1997).
5.) Read books with alliteration and assonance while point out the
pattern of the words (Griffith & Olson, 1992).
6.) Over time daily writing experiences may be beneficial for children
lacking in phonemic awareness (Griffith & Olson, 1992).
7.) To further give your children the beginning, middle and end
awareness, play the game what Fox calls "Arm Blending" (Fox, p
33). Teach your children to use their writing hand and move their
arms from left to right across their bodies. All the way to the left
stands for the beginning of a word. Straight out in front of them
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stands for the middle of the word. Finally, when their arm is all
the way out to their right, it stands for the end of a word. Say a
word and ask them to point to where they hear a certain letter.
This gives a good visual clue to you the teacher as to if children are

able to blend sounds into words and if they can hear individual
sounds.
Sight Word Instruction
The children should be shown how to recognize basic sight words (see
Appendix G) in the familiar nursery rhymes charts that you sing. The
concept of learning age-appropriate basic sight words can be found in
Washington State Essential Learning 1.3 under writing. The author teaches
her children the term first grade words instead of basic sight words because it
has more meaning for them. It is important to impress upon them that they
can find basic sight words anywhere but especially in their basals or trade
books. Here are some ways to develop basic sight word awareness:
I.) Have the students circle, color, tally, count, and read the sight

words in familiar rhymes or stories. Start a word wall by listing
these familiar words found in the rhymes, stories, and books (Cox,
1997; Cunningham & Moore, 1997). Keep this list posted in your
room for the whole year and add to it daily.
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2.) Have the students find as many sight words as they can in
newspapers or magazines using a highlighter. This can be done on
an individual basis or in cooperative groups.
3.) Give students a basal to read to see if they can tally up certain
words in their journal. Have them display their information in the
form of a graph.
4.) Put certain sight words on flash cards and have the children play
Memory or Go Fish with a partner.
Journal Writing with Pre-Writing Story
The first day of journal writing should begin reading a pre-writing

story (Appendix D). This concept falls under the Washington State Essential
Learning 1.1 or 3.1. Pre-writing activities may include talking, reading and
thinking about the subject matter (Hicks, 1993). One element ofprewriting
is exploration leading to discovery. Many elementary prewriting activities
may begin with oral exchange (Hillerich, 1985). Have a discussion with your
children about the kinds of actions might happen in the story, Hattie and the

Fox, by Mem Fox. Gain this information just by looking at the front cover of
the book.
After the story is read, you then model for the children a journal entry
which begins by using the writing pattern found in the story. Cox (1996)
pointed out that modeling is an important part of learning the writing
process. Any medium may be used such as dry erase board or chalkboard.
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Show your children how to write today's date and then begin the entry using
the appropriate story starter as illustrated in the pre-writing story. Next,
think sentences out loud and get the children to help you with letter names
and sounds. Spell the words according to how the children hear them;
fostering the idea of alphabetic principle (Tompkins, 1997). The resulting
spelling should, however, resemble the word so it can be read back the same
way every time.
Word Goals and Conventions
This is writing procedure done until you reach the monthly word goal.
The amount of words written is important because it gives your students
significant practice in getting their thoughts across meaningfully. This factor
was used as criteria in comparing compositions written by two different
classrooms. The number of words in the children's compositions was higher
in the class that had the superior writing techniques. (Eldredge & Baird,
1996). Together with your students count the words and read the entry.
This process teaches how to count words as words instead of letters as words.

During this time certain conventions can be commented upon: spaced words,
periods, and capital letters. This concept can be found under Washington
State Essential Learning 1.3. According to Finn, in the primary grades the
writing conventions that are observed are kept simple, in keeping with the
purposes children attempt to accomplish with written language. For
example: (1) Begin each sentence with a capital letter. (2) End each sentence
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with a period or question mark. (3) Leave a space between each word. (4)
Read stories aloud to be sure you have not left any words out (Finn, 1993).
This whole writing routine that has been described is used for the rest of the
school year until the month of March when editing is added in the modeling
process.
From there, it is your childrens' turn to write. They may copy the story
starter but not your journal entry word for word. Allow them to pick: their
own topic. Children tend to respond better to choice than to assigned writing.
When they decide what to write, they tend to write at greater length (May,
1986).
Again, at this point the children's writing is strictly a simple journal
entry. The idea of writing a journal is found in Washington State Essential

Learning 2.3. Impress upon your children that they are writing a first
draft. This part of the writing process is found under 3.2. Use this
language with them so that when second draft time comes in February a
variation of the term rather than two whole new concepts is taught. The
thoughts are usually short and repetitive with pattern and descriptions. The
following are examples of such writing. Note the dilferent spelling stages
found in these examples of two students who sat through the very same
lesson. Your children's spelling stages at this time of the year will no doubt
be varied but the majority fall into Gentry's (1982) "Semiphonetic" stage.
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Example 1

Example 2
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For awhile children write more rather than longer stories (Calkins, 1984).
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You should hold your students accountable for reaching the word
amount goal but most importantly, reading their material out loud to an

adult. According the Ehri, this step shows greater skill (1987b).
When the children are working, monitor the room. Visit the students'
desks, have mini lessons, and conference with them while you coach them on
spellings or listen to their entries. The time in which the children read their
journals to you becomes a short yet cozy conference time to gently encourage
and praise your students' work. This conference time is an important part in
the process approach of writing (Cox, 1996; Graves, 1983; Distefano, Dole &
Marzano, 1984)). During this period the children need to verbalize their
writing by making sense of what they write.
According to Graves (1983), the teacher should be the first audience,
letting the child know the consequences of publishing. If they cannot make
sense of what they have written, they should rewrite their entry so it is
readable and makes sense. If the student cannot possibly meet the word goal
while making sense of their writing, adjust the standard for those students.
This process should develop by using the method of "scribble writing"

(Duggins, 1968). You can encourage the children to at least get down the
first and last letters of the words they are trying to spell.
Note the student's writing in example 3. This was the outcome of a
lesson on "I like_". This student was writing non-letter symbols at this
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r

point and the word goal had to be lowered for her. Gentry might describe her
as being in the "Precommunicative stage" (1982).
Example 3

This will always be an incredibly busy time for you. Bring in your
parent helpers or paraprofessionals during this time to help. However, be
sure you first tell them how you want the children to be coached in their
developing spelling, as most untrained adults will spell words correctly for
kids without letting them think first.
Mini-dictionary # 1
At this time give the children a tool to help with their fledging
phonemic awareness. Appendix E is the first of three such tools you will give
your children. Mini-dictionary #1 was created to be quick reference sheet
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for students to use during their writing from September to January when
they come back from Christmas vacation.
This first tool is a chart showing pictures whose beginning sounds are

the letters of the alphabet. There are also three boxes containing the top 18
frequent words in a young childs' writing vocabulary. The boxes are color
coded solely for organizational purposes: the red box contains the top six
words, the blues box contains the second top six, and the yellow box contains
the ensuing top six words. Washington State Essential Learning 3.4
indicates that students are to use resources to correct spelling. Teach your
children how to use the sheet and especially go over the pictures so there is a
uniform understanding of what they are. Go over the red, blue and yellow
boxes, in that order, and talk about the words. The purpose of this sheet is to
give children the idea that it is acceptable to use a reference for letter-sound
association and for spelling. Laminate these once your children have written
their names on them.
The evaluation checklist listed in Appendix D can be used during this
short conference time to document writing progress right before report cards
or teacher-parent conferences. These criteria are in line with the Washington
State Essential Learnings Manual as mandated by the Commission on
Writing (1997).
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October-November

During these months the writing routine explained above is followed
and further phoneme practice is completed.
Word Families
October is the month for word family awareness or, as Fox (1996)
described this concept as, rimes and onsets. This idea is used in this writing
program because, according to Fox, "Rimes and onsets are reasonably
dependable maps to sound; as a result, readers can place a certain amount of
confidence in them" (Fox, 1996). Incorporate word families as part of your
spelling instruction. Some ways to introduce and teach rimes and onsets are
as follows:
1.) Make lists of the various word families, always pointing out the

pattern. See Appendix J for a list of words. Emphasize the pattern
of these words and talk about why they are called families. Post
these around the room and tell you children to be on the look out for
them in books.
2.) Make long paper chains with each link labeled with a word of that
particular word family. Add to these throughout the year.
3.) Play ''Egg Words" where your children match % of an egg labeled
with a rime to its onset, the other% of the egg (Fox, 1996, p 168).
4.) Play Word Family Bingo by giving each child a blank bingo sheet
and have them first write the words in the boxes.
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5.) Use a pocket chart to build words. Do this in as a relay or in
cooperative groups.
6.) Sing songs with rhyme or read books with your children and

purposefully leave out the rhyming word to see if they can fill in the
blank.
7.) Have your children write their own ending to a familiar rhyme
(Fox, 1996, p 75).
8.) Make "Word Worms" whose heads are the rimes and their body
parts the onsets (Fox, 1996, pp 172-173).
Watch for inventive spelling start to take hold. Note the following
student's writing sample:
Example 4

Most children may still be in Gentry's "Semiphonetic" stage but you will see
glimpses of the Phonetic stage too.
Vowel Phonemic Awareness

Vowel phoneme awareness should be mainly emphasized at this time
in order to emphasize the vowel patterns in the word families. Some
activities to heighten this awareness are as follows:
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1.) Play the game called "Show Me" (Bear, Invernizzi, Templeton, &

Johnston, 1996, p 182). Fold 8 Y,, X 11 pieces of construction paper
into thirds. Fold up the bottom lip enough to make a pocket, which
could hold, cards about 2 inches by 3 inches. Staple the edges to
hold the pocket in place. Paste letters run off of a word processor;
do at least 2 of each letter of the alphabet. Call out words that have
short vowels in the medial position and have the children spell the
words by slipping the word cards into their pockets. Have them
show you their pocket by holding it up.
2.) Follow the previously mentioned "Duggins Method" (Duggins, 1968)
with both long and short vowel sounds.
(a.) Use the following lists of words to practice pointing to where
the long vowel sound is heard:
0

boat
banjo
foam
bone
load
Ohio

e
beat
read
eat
feed
three
see

1

ice
fire
mice
tire
try
idea

a
ate
rake
take
ray
bay
lake

u
Utah
tune
use
tube
new
mew

(b.) From there have your children write the words in the word

lists by using a combination of scribble writing and the
vowels. Ask them to show you where the vowel is before they
write it. Again, provide short strips of lined paper to make
"scribble lists". Their scribble writing should look like:
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boat=
load=
oats=
banjo=
Ohio=

rv/o,_,o ..,rvi,.
"'1J,M o fW"r

o~
~o
o~o

(c.) Ask them about each word by saying, ''Which word in your
list says, "oats"? Use other words having the long vowels of
e, i, a, and u in the same way. As the children become
proficient in finding the names or long vowel sound in words,
you can include words of several syllables in these sessions.

December-January
December is a rather short month but offers lots of writing
opportunities in the form of letters to Santa and Christmas lists. These
writing styles can be found under the Essential Learning 2.4.
Mini-dictionary #2
Tell the children that after vacation they will get their second writing
tool, their mini-dictionary #2 (see Appendix F). Copy these and bind them
with a cover to make them last longer.
After vacation teach your children about their new mini-dictionary.
Point out that the pictures are the same and the first one but now it has some
first grade words on it. Unlike the first dictionary, this one will be used after
their writing is complete. The children are to simply check these words to see

if they have been spelled correctly. Have them first circle the word and write
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the correct spelling above it. Do not let them erase it, cross it out or darken
it. They should spend as little time as possible doing this in order to keep
their thoughts flowing.
As always model this new tool by using your chalkboard, butcher

paper, or a dry erase board, following a prewriting story. Add to convention
awareness this month by teaching the use of quotation marks. Sometimes
such lessons come up naturally in the context of a story. Take advantage of
those moments. But, if this hasn't happened up to this point it should be
brought out in a planned lesson.
Also, you can teach the children how to use a carot. This will be a very
useful tool for them in the editing process. Here is an example of how one

I tb.iNJ?. ... -~-------=v!.--=-(l,-\..t-_

student used it.
Example 5
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_11;(=),

I\

po NO

»

February-March
Consonant Blends. Digraphs. and Syllables
February is the month when you add to your daily spelling lesson the
awareness of consonant blends, digraphs and syllables. Some activities
you can use for consonant blend awareness are the following:
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1.) Either individually or in groups have them highlight consonant

blends in stories from their basal readers that have been copied on
the copy machine. Or, use newspaper, magazines or junk mail.
2.) Play "Fish for Onsets" (Fox, 1996, p 184). Use words that have
consonant blends. Have the children use a fishing pole (a ruler
with attached string and a paper clip to serve as a hook) to catch
fish marked with onsets which go with the consonant blend on their
ruler. The student must match the correct fish to the correct
ruler/fishing pole. Make sure there is equal amount of fish for each
ruler. This game would be better for 3-5 students at a time rather
than with the whole class.
3.) Have the whole class play the already mentioned game called

"Show Me" (Bear, Invernizzi, Templeton, & Johnston, p 182). Fold
8 Yz x 11 pieces of construction paper into thirds. Fold up the

bottom lip enough to make a pocket, which could hold cards about 2
inches by 3 inches. Staple the edges to hold the pocket in place.
Paste letters run off of a word processor; do at least 2 of each letter
of the alphabet. Call out words that have consonant blends in them
and have the children spell the words by slipping the word cards
into their pockets. Have them show their pocket by holding them
up.
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4.) Use a tachistoscope to show the pattern of consonant blends in
words. Give each child their own or make one large one for the
class to share.
Teaching digraphs is not too different from teaching consonant blends
or consonant phonemes. The only difference is that you need to impress upon
your children that a whole new sound is made when particular consonants
pair up. Again, use games and activities patterned after those mentioned in
the consonant phoneme, and consonant blend sections.
The concept of syllable should merge with their previous knowledge of
rimes and onsets because every syllable has rime (Fox, 1996). Some ways to
teach awareness of syllables are as follows:
1.) Clap children's names, sight words, and other vocabulary words.

Count the claps and group the words into one, two, three, and four
syllable words.
2.) Use musical instruments to extend #1.
3.) Have students put in the accent of the word, by tapping their
instrument louder on the accented syllable.
Story Writing with Second Draft
Your children also start to write stories in the month of February. As
with their journal entries, give your children a free choice of a topic. Also,
now they do not necessarily have to follow your story starter. Now your
writing lessons may take two days to complete; first draft on the first day and
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editing with second draft on the second day. They can continue using their
mini-dictionary #2 for this editing process.
This step is found under Essential Learning 3.3 as revising. As before,

start the writing lesson with a pre-writing story. Model both inventive and
conventional spelling. Once the word goal is met, read the story aloud. Then,
track under the words with a pointer and ask your children to tell you to stop
when they see a word that is a first grade word. Ask them if it is spelled
correctly. Show them how to find the word using their mini-dictionary #2. If
the word is not in the dictionary, write it in for them. At this point stop and
tell your children that the next day you will take the writing process further.
It is important not to pressure your children with this process all in one day
because frustration will set in and you must not be so hard on yourself as
well. Collect your students' stories for the next day.
The following day, bring out your story sample. Review the steps you
have gone through up to this point. Then, on another piece of paper model
how to complete a second draft; copying your story over with the edited words
in place this ti.me and with neater handwriting. Display their work up in

your room or hall and point out to each child how much they improved after
their second draft. Write encouraging notes on their second drafts but never
correct spelling, punctuation or capitalization.
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Morphemic Analysis
Lastly, in February introduce simple morphemic analysis. Eldredge
(1995) said that when children recognize familiar roots, prefixes, suffixes, or
inflectional endings and identify words from those elements, they are using
morphemic analysis. Because children have been known to use their
knowledge of morphemic elements to identify written words, teachers
occasionally engage them in activities where they are required to identify
those elements in written text. Morphemic analysis is important to teach
children how to identify: (a) plurality, (b) possession, (c) tense, (d) person, or
(e) comparison. Plurality, possession, and tense are very appropriate for first
grade.
The kind of morphemic analysis, which can be easily emphasized in
first grade, is called variants. Variants can be defined as root words which
have inflectional endings (Eldredge, 1995).
L) Teach the concept of root word and then adding on certain endings.
2.) Have your children highlight words in copied books, junk mail,
newspapers or magazines the various endings.
3.) Bring to notice during big book reading any of the variants. Always
ask them what the root word might be.
4.) Make tachistoscopes that show how root words can be changed with
endings like -s, -ing, -'s, and -ed.
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Author's Chair

In March you can introduce the author's chair. The simplest form of
sharing in a classroom is for children to read their work as others listen
(Finn, 1993; Cox, 1996). The purpose of this is to impress upon the children

that there is a final step in the writing process of sharing finished material.
The good thing about saving this until the end of the year is that the children
will be reading pieces that they have rewritten, edited, and read aloud

already. They should be well familiar with their story enough to share it in
front of their peers. Reserve a special chair for them somewhere in the
classroom where all the children can gather comfortably. During this time
you can teach listening manners and how to give compliments. Cue them to
listen in for word patterns, a title, content of the story, or describing words.
Set up a writing center somewhere in your room. Put there a bunch of
writing tools such as pencils, markers, pens, and crayons. Also, provide a
variety of sizes of construction paper, glue and a stapler. Let this center be
open during free activity time and encourage your children to make books to
share in the author's chair.
April-May-June
These three months comprise the end of the school year. During these
months the routines described above are carried out. The most important
process now is the writing routine. During these months the author usually
wrote everyday but only rewrote one of the children's drafts a week. That
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rewriting time included a day spent in the editing process. By now the
children are writing between 35 and 100 or more words a day. It would be
unreasonable to ask them to take a draft to a second writing every time.
According to Cunningham and Moore (1997), when writing has become a
regular, positive occurrence for students, teachers can begin having students
do some targeted rewriting of selected first drafts.
The next samples are examples of first grade writing that was
accomplished following all the instruction outlined in the yearly overview.
Notice the differences in expression, word choice, spelling, voice, and
creativity between the following and those from examples one and two in
September.
Example 6

This sample was from a second language learner.
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Example 7

Example 8

Notice the use of quotation marks. The use of this convention had been
modeled in a previous writing lesson.
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Example 9

This student gave a
different twist to the
story of Peter Rabbit by
Beatrix Potter (1902).
Note the various spelling
stages. There is
considerable overlapping
in Gentry's 'Phonetic'
("notee" for naughty and
"strate" for straight) and
'Correct' stage ("garden,
morning, and bunny").
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Example 10

-t

'.21

"" ....,,~.,,.. }

or OJ (··r., fl u P
'-

I

I

e,tlzt+

,,.,.-t.-. J V,: "l('
... ~
\J\/
This was the outcome of a science lesson on life cycles. There is definite
content in this piece. Work is needed on conventions.
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Example 11

Th is fu:st dr af t w as ve

ry th ou gh tfu l. In conf
erence th e au th or wou
ab ou t ad di ng pu nc tu at
ld ta lk
io n to he r se nt en ce s an
d ed iti ng th e word, "ric
crispies" since sh e us es
e
it so much. B ec au se th
es e tr ea ts ar e so im po
he r th at w or d sh ou ld
rt an t to
be ad de d to he r Fi rs t
G ra de Dictionary.
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Example 12

This example shows great plot development of a story. She is aware of the
use of an exclamation mark but left out periods. This would be mentioned if

this draft was rewritten.
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Appendix A
The Writing Process
This particular writing process was selected out of various found in the
research literature because in the prewrite stage there are numerous
activities fit for younger children.

I. Prewrite
-talking
-thinking
-reading
-listing words or phrases
-outlining words
-locating materials which will be needed for writing
II. Writing
-Get the ideas down in a rough draft
-Begin to organize the ideas with minimal concern for
correctness of spelling and other surface features.
III.

Rewriting
-oral reading of rough draft
-write second draft
-read second draft aloud
-check spelling and mechanics
-final draft is written

(Hicks, 1992, p 38)
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AppendixB
Essential Academic Learning Requirements for Writing

Writing
1.

2.

The student writes clearly and effectively.
To meet this standard, the student will:
1.1

develop concept and design
develop a topic or theme; organize written thoughts with a clear
beginning, middle and end; use transitional sentences and phrases to
connect related ideas; write coherently and effectively

1.2

use style appropriate to the audience an purpose
use voice, word choice, and sentence fluency for intended style and
audience

1.3

apply writing conventions
know and apply correct spelling, grammar, sentence structure,
punctuation, and capitalization

The student writes in a variety of forms for different audiences
purposes.
To meet this standard, the student will:
2.1

write for different audiences

2.2

write for different purposes
such as telling stories, presenting analytical responses to literature,
persuading, conveying technical information, completing a team
project, explaining concepts and procedures

2.3

write in a variety of forms
including narratives, journals, poems, essays, stories, research
reports, and technical writing.

2.4

write for career applications

WASHINGTON STATE COMMISSION ON STIJDENT LEARNING
March 3, 1997
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3.

The student understands and uses the steps of the writing
process.
To meet this standard the student will:
3.1

prewrite
generate ideas and gather information

3.2

draft
elaborate on a topic and supporting ideas

4.

3.3

revise
collect input and enhance text and style

3.4

edit
use resources to correct spelling, punctuation, grammar, and usage

3.5

publish
select a publishing form and produce a completed writing project to
share with chosen audience

The student analyzes and evaluates the effectiveness of written
work.
To meet this standard, the student will:
4.1

assess own strengths and needs for improvement
analyze effectiveness of own writing and set goals for improvement

4.2

seek and offer feedback

WASHINGTON STATE COMMISSION ON STIJDENT LEARNING

March 3, 1997

Page30
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Appendix C
Story Starters with Aligned Pre-writing Literature

I see

Brown Bear, Brown Bear (Bill Martin Jr.)

I like

I Like Stars (Pamela Johnson)

I love

L-0-V-E song (Nellie Edge)

I can

Hattie and the Fox (Mero Fox)

I have

I've Got a Bunny (Nellie Edge)
I've Got a Cat (Nellie Edge)

I hear

Polar Bear, Polar Bear (Bill Martin Jr.)

I know

I Know an Old Lady Who Swallowed a Fly (traditional)
The Muffin Man (traditional)

I imagine

The Trek (Ann Jones)

I saw

Owl Moon (Jan Yolen and John Schoenherr)

I made

The Snowy Day (Ezra Jack Keats)

I ate

Peanut Butter and Jelly (traditional)

I found

The Mitten (Jan Brett)
Jamaica's Find (Juanita Havill and Anne Sibley O'Brien)

In the Attic (Hiawyn Oram and Satoshi Kitamura)
I gave

The Giving Tree (Shel Silverstein)

I dreamed

I Need a Lunchbox (Jeannette Caines and Pat Cummings)
Dr. Martin Luther King theme
Just a Dream (Chris VanAlsburg)

I need

I Need a Lunchbox (Jeannette Caines and Pat Cummings)
You'll Soon Grow Into Them Titch (Pat Hutchins)

I told

What Robin Told (Merlin Millet)
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I lost

Corduroy (Don Freeman)

I went

The Bear Went Over the Mountain (traditional)
Yankee Doodle (traditional)
The Gunnywolf (A Delaney)

I read

The Jolly Postman (Jan and Allan Ahlberg)

I called

The Great Big Enormous Turnip (Alexei Tolstoy and Helen
Oxenbury)

I drew

The Line Sophie Drew (Peter and Susan Barrett)

I wish

Star Light, Star Bright (traditional)

I want

Coco Can't Wait (Taro Gomi)

(Julie Fry, 1997)

36

AppendixD
Journal and Story Writing Evaluation Checklists
September-January (Journals)
Journal Assessment
First Grade 19_·-19_
1. Emerging alphabetic principle.

2. Emerging phonemic awareness.

3. Emerging letter formations.
4. Recognizes words convey meaning.
5. Uses spaces between words.
6. Completes a sentence using a story starter.
7. Applies punctuation (period and question mark).

8. Understands progression of left to right and right to left.

9. Uses today's date.
10. Copies words.

11. Other_ _ _ _ _ _ _ _ _ _ _ __

Name-----------------
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February-June (Stories)
Journal Assessment
First Grade 19_-19_

f---l
f---l

1. Has confident phonemic awareness.

2. Spells sight words conventionally.
3. Uses inventive spelling freely.

f---l

4. Completes first draft.
5. Edits with a tool before asking for help.
1---l

6. Completes second draft after editing.

Name·----------------

(Julie Fry, 1997)
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AppendixE
Mini-dictionary #1
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Appendix F
Mini-dictionary #2
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AppendixG
First Grade Spelling Dictionary
Copy these before March or before return from spring break. Be sure to leave
room for words to be added. The words are taken from Hillerich's basic word
list and have been alphabetized (1978).

Aa
a

about
after
al I
am

an
and
are
around
as
at
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Bb
back
be
because
but
b

45

Cc
came
can

could

46

Dd
day
did
didn't
do
don't
down

47

Ee

48

Ff
for
from

49

Gg
get
go
got

50

Hh
had
have
he
her
him
his
home
house

51

Ii
I
if
•

1n
into
•

IS

it

52

Jj
just

53

Kk
know

54

LI
like
little

55

Mm
man
me
mother

my

56

Nn
not
now

57

Oo
of
on
one
out
or
our
over

58

Pp
people
put

59

Qq

60

Rr

61

Ss
said
saw
school
see
she
so
some

62

Tt
that
the
them
then
there
they
things
think
this
time
to
too

63

Uu
up

64

Vv
very

65

Ww
was
we
well
went
were
what
when
who
with
will
would

66

Xx

67

Yy
you
your

68

Zz

(Words taken from Hillerich, 1978)
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AppendixH
Nursery Rhymes and Their Corresponding Letter-Sounds
Aa
Jack Sprat
Baa, Baa, Black Sheep
Miss Mary Mack

Aa
Patty Cake

Bb
Little Boy Blue
Baa, Baa, Black Sheep

Cc
Cobbler, Cobbler
Old King Cole

Dd
Diddle Diddle Dumpling
Hey Diddle, Diddle

Ee
One Elephant Went Out ...

Ee
A Sailor Went to Sea
I'm a Little Teapot
Eensy Weensy Spider
Little Bo Peep
Pop! Goes the Weasel

Ff
Fee, Fi, Fo, Fum
Jack and Jill
Five Little Monkeys

Gg
To Market, To Market

Hh
The House that Jack Built
Humpty Dumpty

Ii
Wee Willie Winkie
Three Little Kittens
This Little Pig
Little Jack Horner
Hey Diddle Diddle

Jj
Jack and Jill
Five Little Monkeys
Jack Be Nimble

Kk
Hickory Dickory Dock
Polly Put the Kettle On

LI
Polly Put the Kettle On
Jack and Jill
Mary Had a Little Lamb

Mm
Mary Had a Little Lamb
Miss Mary Mack
Mary Quite Contrary
Muffin Man

Nn
Muffin Man
Simple Simon
Jack Be Nimble

Oo
Hickory Dickory Dock

Pp
Peter Piper
Pussy Cat, Pussy Cat
Pop! Goes the Weasel
Polly Put the Kettle On

Qq
Queen of Hearts
Jack Be Nimble
Mary Quite Contrary
Six Little Ducks

uo
Old King Cole

li
Simple Simon

Where Oh Where Has My Dog Gone?

Polly Put the Kettle On
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Rr
It's Raining, It's Pouring
Twinkle, Twinkle
Row, Row, Row Your Boat

Ss
You Are My Sunshine
Simple Simon
Sing a Song of Sixpence
Simon Says

Uu
Rub-a-Dub-Dub
Old Mother Hubbard
Little Jack Horner
Humpty Dumpty

Uu

Ww
Wee Willie Winkie
Eensy Weensy Spider
Pop! Goes the Weasel
Star Light, Star Bright

Xx

Zz
FuzzyWuzzy

Rhymes compiled by Julie Fry (1997)

Tt
I'm Little Teapot
Twinkle, Twinkle
Little Miss Muffet

Vv

Yy
You Are My Sunshine
Yankee Doodle
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Appendix I
Writing Vocabulary for Elementary Children
*Columns are in order of frequency of use.

I
and
the
a
to
was
lil

it
of
my
he
lS

you
that
we
when
they
on
would
me
for
but
have
up
had
there
with
one
be
so

all
said
were
then
like
went
them
she
out
at
are
just
because
what
if
day
his
this
not
very
go
do
about
some
her
him
could
as
get
got

(Hillerich, 1978)

came
time
back
will
can
people
from
saw
now
or
know
your
home
house
an
around
see
think
down
over
by
did
mother
our
don't
school
little
into
who
after

no
am
well
two
put
man
didn't
us
things
too
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AppendixJ
Word Families to Use in Spelling Instruction
ab
ack
ad
ag
ail
ake
all
ame
an
ane
ap
at
ate
ay

cab, crab, drab, flab, grab, jab, lab, nab, scab, slab, stab, tab
back, black, pack, quack, sack, track, attack, backpack
bad, clad, dad, fad, glad, had, lad, mad, pad, sad
bag, brag, crag, drag, flag, gag, lag, nag, rag, sag, shag, slag
bail, fail, grail, hail, jail, mail, nail, pail, rail, sail, snail, tail, trail
bake, brake, cake, fake, flake, lake, make, rake, shake snake, stake
ball, call, fall, hall, mall, small, squall, stall, tall, wall, baseball
blame, came, fame, flame, frame, game, lame, name, same, shame
bran, can, fan, man, pan, plan, ran, scan, span, tan, than, van, began
cane, crane, lane, mane, pane, plane, sane, vane, wane, airplane
cap, clap, flap, gap, lap, map, nap, scrap, slap, snap, strap, tap, trap
bat, cat, chat, fat, flat, gnat, hat, mat, pat, rat, sat, scat, slat, spat, that
crate, date, fate, gate, late, mate, plate, rate, skate, slate, state
bay, clay, day, gay, gray, hay, lay, may, pay, play, ray, say, stay, stray

eal
eat
ell
end
ent
est
et

deal, heal, meal, peal, real, seal, squeal, steal, teal, veal, zeal
beat, bleat, cheat, cleat, heat, meat, neat, peat, pleat, seat, treat, wheat
bell, cell, dell, dwell, fell, sell, shell, smell, spell, swell, tell, well, yell
bend, blend, fend, lend, mend, send, spend, tend, trend, vend
bent, cent, rent, scent, sent, spent, tent, went
best, chest, crest, guest, jest, lest, nest, pest, quest, rest, vest, zest
bet, get, jet, let, met, net, pet, set, vet, wet, yet, alphabet

id
1g
ill
rm
m
mg
ink
int
1p
ish
it

did, grid, hid, kid, lid, skid, slid, squid, aphid
big, brig, dig, fig, jig, pig, rig, sprig, swig, twig, wig
bill, chill, dill, drill, fill, frill, gill, grill, hill, kill, mill, quill, sill, skill
brim, dim, grim, him, prim, rim, shim, skim, slim, swim, trim
chin, grin, pin, skin, spin, thin, tin, twin, win, begin
bring, cling, ding, fling, king, ring, sing, sling, sting, string, thing
ink, blink, brink, chink, clink, drink, fink, kink, link, mink, pink, rink
dint, flint, glint, hint, lint, mint, print, quint, splint, sprint, squint, tint
chip clip, dip, drip, flip, grip, hip, lip, nip, quip, rip, ship, sip, skip, slip
dish, fish, swish, wish
bit, fit, hit, kit, knit, lit, pit, quit, sit, skit, wit

ob
og
oke
oil
old

blob, cob, glob, gob, job, knob, lob, mob, rob, slob, snob, sob, throb
bog, clog, cog, dog, fog, flog, grog, hog, jog, log, slog, smog
awoke, broke, choke, coke, joke, poke, smoke, spoke, stoke
boil, broil, coil, foil, soil, spoil, toil
bold, cold, fold, gold, hold, mold, scold, sold, told
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one
ong
op
ope
ot
ow

bone, clone, crone, lone, prone, shone, stone, throne, tone
bong, gong, long, prong, song, strong, thong, tong, wrong
chop, crop, drop, flop, hop, mop, pop, prop, shop, stop, top
cope, dope, grope, hope, lope, mope, rope, scope, slope
blot, clot, cot, dot, got, hot, knot, lot, not, plot, pit, shot, spot
(long o) blow, flow, glow, grow, know, low, row, show, slow, snow

uh
uff
ug
um
ump
un
ut

club, cub, grub, hub, nub, pub, rub, scrub, shrub, snub, stub sub, tub
bluff, buff, cuff, fluff, gruff, muff, puff, ruff, scruff, scuff, snuff, stuff
bug, chug, dug, drug, hug, jug, lug, mug, plug, pug, rug, shrug, slug
chum, drum, glum, gum, hum, plum, slum, sum
bump, chump, clump, dump, frump, grump, hump, jump, lump, plump
bun, fun, gun, nun, pun, run, shun, spun, stun, sun
but, cut, glut, gut, hut, jut, nut, rut, shut, strut

(A partial list from Fox, 1996, p 193-200)
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AppendixK
Phoneme Order
Follow this phoneme introduction order or one that may be in your own
reading basal.

Id.I
/g/
/hi
In/
It/
/w/

/p/
Im/

/cl-hard
/bl
Isl
/r/
/y/
/fl

/qu/
/j/
Iv/

/J/
/kl
/al-short
/al-long
/el-short
/el-long (ee)
/ii-short
/ii-long
/o/-short
/o/-long
/u/-short
/u/-long

(Books! Books! Books! & Sing a Sweet Song, 1995)
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Chapter 5
Summary

With the coming state writing assessment our children are going to be
asked to write more than they may have ever been asked to before. Also,
writing is going to be used more and more across the curriculum as an
assessment tool. There may not be sufficient help provided for teachers in
adopted language arts texts. There are many things to be considered in the
early years before a student becomes literate in writing language.
The purpose of this project was to offer guidelines for a procedural
writing program in the first grade. The handbook included numerous
suggestions and strategies to be considered in teaching a first grade writing
program in line with state mandated standards and the research literature.

Conclusions

Based on research several conclusions may be drawn as to what is
necessary for an effective first grade writing program.
L) Children need to learn both vowel and consonant phonemic
awareness.
2.) Children need to be taught that writing is a process and teachers
need to be sensitive as to when to add on another step on to the
process.
3.) Teachers need to be aware of the role of spelling in the writing
process.
4.) Teachers need to be aware of both writing and spelling stages
through which children pass.
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5.) Teachers need to be aware of ways to teach sight words common to
young childrens' writing vocabulary.
6.) Teachers need to teach writing by modeling to their children.
7.) There are tools for writing that are appropriate for young children.

8.) Teachers need to be aware of the writing-reading connection.

Recommendations

For this writing program to be successful, it is critical for teachers to
understand its rationale. Prior to implementing such a writing program the
following is recommended:

L) Educators should take read articles on phonemic awareness,

spelling development, and ways to motivate children to write.
2.) Teachers should be aware of books on the commercial market

containing lists of words that could be helpful to such a program.
3.) This program should be planned and in place before the beginning

of the school year. Materials should be gathered before hand as
well.

Implementing such a program requires organization and patience.
Teachers must be committed and truly understand the first grade maturation
level. Further experimental research needs to be done to test the
effectiveness of the activities in the handbook.
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